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One of the potentially far reaching recommendations of the Senate Inquiry of 2001 was to 
fund professional development for teachers of gifted children under the Australian 
Government Quality Teacher Program (AGQTP).  This funding was made available to all 
sectors of schooling and led to a number of initiatives to address the shortcomings in gifted 
education identified in the Senate Report. This paper reports on the initiatives undertaken by 
one sector over an eight-year period.  The initiative began with a commitment from the 
sector to provide professional development in gifted education and later required that sector 
to address gifted education in their school renewal planning. A professional development 
program was planned and implemented in stages drawing on the AGQTP modules.  
However, teachers were encouraged to pursue an active role in instigating their own 
professional development priorities and needs. Thus, teachers within an action research 
framework collaboratively designed, implemented and reflected on projects which 
progressively expanded over a three year period. Initial projects focussed on their own 
teaching or context. In the second year of the three-year-cycle, projects expanded to include 
colleagues. Finally, in the third year, teachers assumed a leadership role in their schools or 
district and also mentored other teachers beginning the program. The paper presents both 
qualitative and quantitative data on the experiences of the participating teachers and the 
long-term impact on the capacity of one sector to provide enhanced opportunities for gifted 
children.    
 
Keywords: professional development, AGQTP, Action Research, School Renewal, gifted 
education 
 
Introduction 
 
The Senate Review on “The Education of Gifted Children” (Collins, 2001) concluded that 
“Better training and better curriculum support are essential to ensure that teachers are able 
to differentiate the curriculum for gifted students” (p. viii). They made three 
recommendations to support teachers’ professional learning about an appropriate 
curriculum for gifted students (Table 1). These recommendations were operationalised 
through the development of a Gifted Education Professional Development Package and the 
funding of professional development workshops drawing on these modules (Department of 
Education, Employment and Workplace Relations, n.d). AGQTP funding was provided to 
support the implementation of gifted and talented modules. These modules were variously 
implemented across Australia in all sectors of education. The purpose of this paper is to 
investigate the impact of a professional development program on gifted education that 
incorporated these Modules and was funded through the AGQTP initiative with one sector.  
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Table 1 
Selected Recommendations from the Review on Gifted Children (Collins, 2001)  
Reference Recommendation 
Recommendation 5 
(paragraph 3.67) 
1MCEETYA should develop a strategy setting out goals for 
differentiating the curriculum for the gifted. (p. xiv) 
 
Recommendation 15 
(paragraph 4.72) 
The Commonwealth should specify professional development 
on issues to do with giftedness as a priority in the Quality 
Teacher Programme. (p. xvii) 
Recommendation 20 
(paragraph 5.14) 
The Commonwealth through MCEETYA should support 
development of national curriculum materials to differentiate the 
curriculum for gifted children. (p. xviii)  
 
This professional development program has been running continuously in one education 
sector for eight years. It is unique in that it incorporates a staged approach to professional 
learning. The three stages focus on the development of expertise within a particular area of 
knowledge, in this case gifted education. These stages are the acclimation stage, where 
learners are orienting to a new area and their knowledge is limited and fragmented; the 
competence stage, where learners have foundational and comprehensive knowledge of the 
domain; and the proficiency stage, where learners have breadth and depth of knowledge 
and may contribute new knowledge (Alexander, 2003) or assume leadership roles. The 
operationalisation of these stages is described shortly.   
 
Here, we adopt the perspective of researchers investigating the impact of a staged approach 
to professional development in which we were also the facilitators. We commence by 
providing some background on professional learning, knowledge management and 
analysing teacher and organisational learning. We then outline the design and methods of 
our investigation and present the results considering the program itself, the personal 
learning of teachers, the changes in their practice and the consequences of each of these. 
We conclude with a commentary of the impact of a staged approach on the individual 
learners and the sector, as a learning organisation, and consider the sustainability of 
achievements. 
 
Background 
Professional Learning 
Teachers’ engagement in a professional development is designed to foster learning with the 
typical goal being an improvement in professional practice. However, too often 
professional development fails to impact on practice (e.g., Diezmann, Fox, de Vries, 
Siemon, & Norris, 2007). One explanation for this failure is the separation between the 
professional development and the realities of classroom practice. Knight, Tait, and Yorke 
                                                 
1 MYCEETYA stands for the (Australian) Ministerial Council on Education, Employment, Training and 
Youth Affairs.   
Paper presented at the 13th National Conference of the Australian Association for the Education of the Gifted 
and Talented (AAEGT), 11-14 July, Adelaide.  
 
 
(2006) distinguish these two types of learning as formal (professional development event) 
and informal (classroom practice) and argue for approaches that integrate both types of 
learning:  
 
Professional learning is systemic, in that we see it as an interplay between individuals 
and their environments. This casts professional development as the development of 
capabilities that occurs as a consequence of situated social practices. There is still a 
place for event-based educational professional development, but it complements, 
rather than displaces, situated social learning. (p. 320) 
 
They argue further that in professional learning, in addition to the dimension of types of 
learning (formal, informal), the dimension of intentionality needs consideration. 
Intentional learning relates to learning related to what was anticipated whereas 
unintentional learning to unexpected learning. Thus, four categories occur when both 
dimensions are considered: formal intentional-learning (e.g., curriculum), formal-non 
intentional learning (e.g., hidden curriculum), informal-intentional learning (e.g, workplace 
induction), and informal-non intentional learning (e.g., workplace norms). Hence, 
professional developers should recognise that success involves both formal-intentional 
learning when teachers engage in a professional development event and achieve the 
anticipated goals and informal-intentional learning when teachers learn from implementing 
new ideas in practice. Ideally, the learning of an individual teacher extends beyond their 
own practice to the practice of others and consequently the learning of the organisation. 
Such learning can be understood through the theory of knowledge management. 
Unintentional learning (formal or informal) would be specific to the individual and is not 
addressed further. 
 
Knowledge Management  
Knowledge management involves knowledge construction, dissemination, use and 
embodiment (Zhao, 2003). This approach recognises the roles of individuals, their learning 
experiences and technology in achieving quality outcomes: “Within the knowledge 
management field it is accepted that the processes, people and technology tend to come 
together to increase organizational effectiveness through learning” (Armistead, 1999, p. 
145). Armistead proposes that knowledge management commences with Inputs that 
undergo a transformation of some type to achieve desirable Outputs. A knowledge 
management approach is commonly associated with improving the quality of businesses 
(e.g., Armistead, 1999), however, it is also applicable to improving the quality of education 
(e.g., Zhao, 2003). In a knowledge economy, learning results from the transformative 
process that links Inputs and Outputs (Zhao, 2003). An example of the knowledge transfer 
process is shown in Figure 1. This model shows that knowledge management has the 
potential to impact at the school level as teachers apply their knowledge in the workplace 
(i.e., Applied Knowledge) and collectively build the learning capacity of the organisation 
(i.e., Intellectual Capital). The Knowledge Transfer Process might involve peers, 
facilitators, ICT and various activities within particular environments.  
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Figure 1: Knowledge Transfer Process (Adapted from Armistead, 1999) 
 
Analysing Teacher and Organisational Learning  
Like knowledge management, Clarke and Hollingsworth (2002) propose that learning 
from professional activity has the dual focus of the individual and their professional 
community: “Teachers “change inevitably through professional activity”; teachers are 
themselves learners who work in a learning community” (p. 948) (quotes in the original). 
They argue that change occurs across four related domains (see Figure 2). The external 
domain is the source or new information or the stimulus. The personal domain relates to 
the individual teacher. The domain of practice can involve experimentation by one or more 
teachers. The domain of consequence refers to the effect of the teacher’s learning. Integral 
to each of these domains and the relationships among them are the processes of reflection 
and enaction.   
 
• Applied Knowledge 
• Intellectual Capital 
 
• Information 
• Knowledge 
• People 
 
• Peers 
• Facilitators 
• ICT 
• Environment 
• Learning Activities 
Inputs Outputs 
Process 
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Figure 2. The interconnected model of professional growth  
(Clarke & Hollingsworth, 2002, p. 951).  
 
Design and Methods 
 
The impact of a staged professional development process was investigated thorough a 
mixed method design in which qualitative and quantitative data were viewed as 
complementary (Greene & Caracelli, 1997). Fifty-six participants contributed to at least 
one component of the data set. Data were primarily collected in 2011 although outcomes 
were documented for each of the years of the program. Potentially, teachers could 
participate in the professional development program over three years though engagement 
with three strands representing progressively more advanced content as described later 
(Table 4). 
 
The qualitative data comprised teacher’s written reflections, their anecdotal comments and 
their work artefacts including examples of programs, presentations and handouts. The 
qualitative data were catalogued and analysed for emergent themes relating to each of the 
domains in Clarke and Hollingsworth’s model (2002). In excerpts of text that follow, 
individual teachers are identified by T followed by a number (e.g., T2).  
 
The quantitative data source was Gagné and Nadeau’s (1985) survey of beliefs which 
measured teachers’ level of awareness and beliefs about gifted education. The instrument 
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that was used to monitor opinions about gifted students supposedly identifies six 
dimensions which in simple terms reflects (1) positive attitudes to provision for gifted 
students (2) attending to the needs of gifted students is elitist, (3) gifted students are of 
importance to society (4) that gifted students are threatening (5) support for ability 
grouping and (6) support for acceleration practices. A number of studies have shown that 
the factor structure of this instrument is variable. Only two scales were considered 
sufficiently robust and reliable to be reported. Typical questions from these two scales are 
given in Table 2. The quantitative data were scored according to Gagné and Nadeau’s 
(1985) protocol and provide insight into the relationship between the Personal Domain and 
the Domain of Consequence. Using a cross sectional approach, these data were examined 
for differences among participants at Strand 1, 2 and 3 levels.  
 
Table 2 
Sample questions and Cronbach alpha reliabilities for scales from Gagné and Nadeau’s 
instrument 
Scale Typical question Cronbach alpha 
Needs Support The gifted need special attention in order to fully 
develop their talents. 
0.86 
Resistance Children with difficulties have the most need of 
special educational services. 
0.71 
 
 
Results and Discussion 
 
The impact of the professional development program on teachers from one sector is 
reported as relevant in each of the four domains in Clarke and Hollingsworth’s (2002) 
model and the interrelationships among these domains.  
 
1. The External Domain  
The Gifted Education Professional Learning Package consists of six modules to support 
teachers’ learning about gifted education (Table 3). Each module has three components — 
A Core Module, An Extension Module and a Specialisation Module — and has three 
schooling sector variations — Early Childhood, Primary and Secondary. An overview of 
the content of the modules is shown in Appendix 1.  
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Table 3 
Module Topics  
Module One. Understanding Giftedness 
Module Two. The Identification of Gifted Students 
Module Three. Social and Emotional Development of Gifted Students 
Module Four. Underachievement in Gifted Students 
Module Five. Curriculum Differentiation for Gifted Students 
Module Six. Developing Programmes and Provisions for Gifted Students 
 
At the invitation of the sector, we undertook to the role of facilitators of the professional 
development program on the Modules, which was supported by AGQTP funding. 
Recruitment of participants was initiated by the Sector head office. Schools were invited to 
nominate teachers with an interest in gifted education among other programs funded 
through the AGQTP program. Participants in this initiative were mostly volunteers 
although in some instances schools were confronting review schedules and felt that some 
insights into gifted education were necessary.  
 
Initially, the sector’s plan was to repeat the professional development over subsequent 
years supported by the AGQTP funding. However, following the first implementation, in 
addition to repeating the program, there was a demand from the sector to for a more 
advanced program. Following discussions, a three-stage approach evolved which is still in 
operation. In the first year, (Strand 1) teachers engaged in an introductory series of 
workshops based on the Core Modules in the Gifted education program. Teachers returned 
in the second year (Strand 2) to explore issues at greater depth based on Extension and 
Specialisation Modules. In the third year, (Strand 3) teachers were provided with an 
opportunity to take a leadership role in their school or district in gifted education and also 
mentor Strand 1 teachers during the Program.  
 
Using a staged approach, the professional development program has been designed to build 
individual expertise and sector-wide capacity in gifted education over time in Alexander’s 
(2003) terms moving from the acclimation stage to competency and finally to proficiency. 
A synopsis of the expertise requirement for each strand is shown on Table 4.  
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Table 4 
The Three Strands in the Professional Development Program  
Strand Title Synopsis 
1   Curriculum Mastery 
for Differentiation  
 
This strand is designed as an introduction to gifted 
education practices. In this strand, the participants 
undertake a small, classroom-based project.  
2   Embedding 
Differentiation in 
Practice 
 
This strand is designed for those participants who have 
some knowledge of gifted education practices. In this 
strand, the participants undertake a collaborative project 
across multiple classes (e.g., 3 classes at a single grade 
level). 
3   Leading Change for 
School-Wide 
Differentiated 
Practices 
 
This strand is designed for participants with substantial 
knowledge in gifted education. In this strand, the 
participants assume a leadership role for implementing 
gifted education practices within a school or group of 
schools.  
 
Teachers’ participation in this professional development program was voluntary with some 
teachers progressing through the three strands. However, the staged approach also enabled 
participants to commence the program at their capability level. For example, in one 
iteration of the program, a number of Support Teachers (Inclusive Education) with some 
background knowledge in special education commenced at Strand 3. Between 2005 and 
2012, there have been approximately 440 participants with 240 Level 1 participants, 140 
Level 2 participants and 60 Level 3 participants.  Table 5 shows the how the three strands 
of this program became available over the first three years of the porgram.  
 
Table 5  
Commencement of the Strands of the Professional Development Program Over Time  
 Level 1 (n=30 annually)  Level 2 (n= 20 annually) Level 3 (n= 10 annually) 
2005 X not offered not offered 
2006 X X not offered 
2007-  X X X 
 
In all three strands, teachers were required to develop and implement a project which they 
reported on at the final day which was run as a mini conference.  The complexity of the 
projects increased with Strand 1 teachers focussing on projects at a personal level, Strand 2 
teachers worked on an up-scaled project and with school colleagues, while Strand 3 
teachers led programs or projects at the school or district level. An overview of the content 
for each strand is shown on Table 6.  
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Table 6 
The Content of the Professional Development Program 
Day Focus/Foci Strand 1 Strand 2 Strand 3 
1 Interactive 
Workshop 
Sessions led by 
the Facilitators  
Core Modules  Extension and 
Specialisation 
Modules  
Train the Trainer 
Approach: Working 
with Teachers   
2 Planning the 
Project  
Core Modules 
(cont.); Planning a 
small project 
supported by the 
facilitators and 
Strand 3 mentors   
Planning a Project 
involving Other 
Teachers supported 
by the facilitators 
Planning a School or 
District Program; 
Mentoring Strand 1 
participants   
3 Presenting the 
Project 
Outcomes   
Informally sharing 
outcomes (5 mins); 
2 page participant 
handouts  
Formal short 
presentations (10 
mins); 2 – 4 page 
participant handouts
Keynotes (20 mins) 
or Panel 
Presentations or 
Professional articles; 
4 page participant 
handouts 
 
2. The Personal Domain 
Since the AGQTP program began eight years ago, there has been high demand for places 
particularly in the introductory level (Strand 1), which is often oversubscribed. A plausible 
explanation for such high ongoing demand is that teachers have either recognised the needs 
to support gifted students or have been required to do so by their school administration, 
and hence, need the appropriate knowledge to provide appropriate educational 
opportunities for gifted students. The number of teachers who received training in their 
preservice education about supporting gifted students is likely to be minimal. The Senate 
Inquiry (Collins, 2001) identified the inadequacies of preservice courses to prepare 
teachers for identifying and teaching gifted students. More recently, Taylor and Milton 
(2006) reiterated this state of affairs commenting that, “The paucity of university level 
training currently available in Gifted Education not only does a disservice to our gifted 
students but also to the regular class teachers who are expected to cater for them” (p. 30). 
Thus, most beginning teachers may not have the full range of skills to cater for the gifted 
student (Callahan, Cooper, & Glascock, 2003; Taylor & Milton, 2006) and are often biased 
with regard to practices advocated in gifted education (Bain, Bliss, Choate, & Brown, 
2007). Preservice teachers generally considered the average student more desirable to teach 
than a gifted student, with a preference for students not to be studious (Carrington & 
Bailey, 2000). Evidence exists however confirming the view that professional development 
programs do create positive attitudes among teachers towards gifted children,(Lassig, 
2009; Plunkett, 2000). But until the implementation of this AGQTP program, there had 
been no systemic professional development for teachers on gifted education within this 
sector. 
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3. The Domain of Practice 
The overwhelming concern for teachers in changing their practice to employ ideas from 
the professional development program was time; time for planning, and implementation, 
and policy preparation. Time organisation was also a concern.   
 
Time to plan differentiation etc in schooling setting (T2)  
 
Time- to put together a policy and then implement it across the school takes a long 
time.(T7) 
 
Management of my time and my student’s time. (T38) 
 
Having to run my project during lunch time (T30). 
 
Teachers identified three further constraints to putting gifted education ideas into practice. 
First, there was a tension between gifted education and other more high profile or priority 
activities and also high parental expectations.  
 
‘More important’ initiatives – Australian curriculum, other policy (behaviour) 
development. (T31)  
 
The principal and leadership team are quite media – focused. They prefer the big 
flashy events to the quiet differentiation in classes it is hard to find a balance. (T28) 
 
Expectations from parents – whatever you do it is never enough (T34)  
 
Second, there was an issue of how to manage workload to put gifted education ideas into 
practice.  
 
The admin at school have been very supportive of implementing a G+T program at 
school. However it has been a huge amount of work - in servicing staff on G+T and 
differentiated curriculum (we now use the Maker model for class planning, putting 
in place on identification program a weekly extension program and policy working.  
(T39)  
 
Access to resources and existing framed projects. That is having to create the 
project from scratch. It would have been more time efficient to have a bank of 
examples/templates as a starting point. (T35)  
 
Being smart about it – not making too much extra work for ourselves.(T36)  
 
Finally, there was an assumed responsibility for supporting others to engage in quality 
practice which also added to workloads.   
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Sharing knowledge with my colleagues. There are so many myths abounding about 
‘giftedness’. My peers require the same knowledge I have acquired through this 
PD. (T19) 
 
To encourage all to attempt differentiation and to have a clear understanding of 
what that looks like. (T40) 
 
Although teachers shared a variety of constraints for putting gifted education into practice, 
even one of these issues is sufficient to compromise practice.  
 
The participants also proposed a number of practical ways to improve the practice in their 
schools by supporting other teachers, having a dedicated fulltime or part-time teacher, 
organising a school-based committee, undertaking a curriculum review, compiling a 
resource bank, and reviewing the type of data collection undertaken in the school.   
 
Continuing professional development for staff on curriculum differentiation and the 
identification of gifted students. (T12) 
 
Further PD with whole staff, to give everyone a G+T meta-language, and workable 
classroom strategies. (T28) 
 
Continued support for implementation of GT co-ordinator at the level currently in 
place. (T3) 
 
Organising committee meetings to gain support for the project- clear expectations 
of staff members involved. (T25) 
 
A curriculum overview by all departments to adopt some of the strategies.(T22) 
 
Consolidate knowledge, (put) resources in one place. Create a bank of resources, 
and clear identification tool kit. (T31) 
 
Types of data collection and looking at purpose currently have a deficit model 
where data is used to address the gaps rather than strengths of the learner. (T29) 
 
4. The Domain of Consequence  
There are five direct or indirect consequences of the AGQTP program in this sector. First, 
since the completion of the first AGQTP funding cycle, the sector has twice reselected 
gifted education as a priority for AGQTP funding. Second, as part of its school renewal 
process, the sector included a dedicated component on gifted education in which schools 
had to address issues relating to gifted education including processes for identifying gifted 
students, professional dialogue about gifted education, and differentiation in curriculum 
planning documents. This was a formative process in which schools ranked themselves 
against various indicators of effectiveness and set goals to improve their effectiveness. 
Third, most of the sector’s Support Teachers (Inclusive Education) who work with teachers 
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in schools participated in the program. The majority of these teachers had qualifications in 
special education with a focus on students with learning difficulties. Fourth, the sector has 
published a Gifted Education Position paper outlining the sector wide support available 
and the responsibilities of the school leadership team and staff. This statement also links 
the policy on gifted education to broader learning and teaching commitments. Finally, the 
sector has set up a gifted education portal to facilitate the storage and sharing of resource 
materials produced by teachers.  
 
5. The External Domain to Another Domain 
The effectiveness of the professional development program can be determined from 
teacher feedback on (1) the impact the program had on personal knowledge about gifted 
students and appropriate provision and (2) how the program influence or supported 
professional practice. These are discussed in turn.  
 
The External Domain to the Personal Domain: Participation in the professional 
development program enhanced personal understanding in at least three key ways. First, 
many participants acknowledged that their assumptions about the characteristics of gifted 
students were challenged and that there was a more informed understanding of the nature 
of giftedness and one on which they could build.  For instance, a dominant theme is 
captured by the following quotes:  
 
Heightened awareness of G&T issues. (T4)  
I believe I now have an educated understanding of giftedness.(T19) 
Great to have background theory to empower and provide knowledge. Gave me 
a place to start. (T34) 
Second, the opportunity to network and negotiate a common understanding and awareness 
of gifted education featured in some of the responses. 
 
Meeting other people and sharing ideas. (T38) 
Meeting other people in the same situation as I am. (T37) 
A networking of like minded people. (T31) 
Third, the development of personal knowledge of specific issues such as differentiation or 
resourcing featured in the responses of participants in Strands 2 and 3. One teacher 
responded that the program provided her with the personal knowledge and a personal 
commitment to change practice 
 
   
 
Paper presented at the 13th National Conference of the Australian Association for the Education of the Gifted 
and Talented (AAEGT), 11-14 July, Adelaide.  
 
 
The External Domain to the Domain of Practice: Teachers’ written feedback indicated that the 
program influenced their personal knowledge in five ways. First, the program provided 
practical applications for supporting gifted education including example resources and some 
limited funding for resources. Typical comments made by participants included” 
 
Excellent examples of classroom practice. (T3) 
 
That it had a real life, practical application to my teaching within the classroom. 
(T35)  
 
All the websites/resources that have been given to us. (T8) 
 
Some useful (identification and tracking) tools available. (T33) 
 
2Money going towards resources for my school and students. (T37) 
 
Second, the participants developed school-based projects of practical relevance.  
 
Being able to create a school project. (T22) 
 
The opportunity to work with my colleagues to work on our project and start to 
witness excellent results from it. The future opportunity to share this information at 
our college. (T20) 
 
Third, the program raised awareness about gifted education that extended to students, staff 
and the school leadership team. 
 
Placing of giftedness on school/ community agenda. (T14) 
 
Developing a cohesive policy, procedures and awareness across the college of 
what is happening for our gifted and talented. (T18) 
 
I have observed a move in thinking about G+T students. Teachers are becoming 
more aware of the need to plan to meet needs and of the potential of these students. 
(T24)  
 
Highlighting to students who are gifted that we are developing programs based on 
their needs. (T29)  
 
The core leadership team (CLT) can clearly see they need to be part of the team 
advocating inclusive practices especially differentiation. (T1) 
 
                                                 
2 Participants were provided with approximately $ 200 from the sector to support project implementation.  
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Fourth, the program provided teachers with opportunities for networking, mentoring and 
sharing ideas.  
 
A networking of like minded people. (T31) 
 
Firm networking systems (very supportive) put in place. (T3) 
 
Seeing what others are doing and how it can be relevant in schools. (T6) 
 
Great practical ideas from other attendees. (T31) 
 
Opportunity to work, outside of school, as well as at school, with a young colleague 
to mentor her. (T17) 
 
Finally, and importantly, the program fostered a personal commitment to change practice.  
 
I want to address this injustice [that gifted students are the most disadvantaged 
group in this country] on a professional level. This PD has inspired me to aim for 
change in the school in which I work. (T19) 
 
It has forced me to actually do something for the gifted students in my class rather 
than just ‘think’ about doing something. (T30) 
 
Collectively, these are strong indicators that the professional development program 
impacted practice.  
 
6. The Personal Domain to Another Domain 
The Personal Domain influenced the External Domain, the Domain of Practice, and the 
Domain of Consequences.  
 
The Personal Domain to the External Domain: The participants commented 
overwhelmingly favourably about the program.  However they suggested various aspects 
currently not included in the program: school visits, policy examples, links to the national 
curriculum, attention to gifted students with additional learning challenges, and the 
creation of an online community.  
 
Perhaps you could visit a school to observe a G+T program if possible. (T8) 
 
Policy. It would have been good to see some workable examples. (T28) 
 
The national curriculum- addressing how we can ensure this is within the work we 
produce for the (gifted) students. (T16)  
 
ESL identification tools how to differentiate an ESL student. (T33) 
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Maybe an online community e.g. Yammer, Wiki to allow participants to share. 
(T29) 
 
Teachers also requested further support with planning their projects. However, there are no 
shortcuts to planning a program to suit a particular set of students in a specific context.  
 
Maybe a little more support when developing our projects. It can be difficult to 
focus in on the right area and it wasn’t till the end that I really saw where I should 
have gone. (T9)  
 
Sharing of examples in our planning stages, rather than creating from scratch.  
(T35) 
 
The Personal Domain to the Domain of Practice: In line with the professional development 
model, the application of learning in the formal workshops was applied to practice in the 
range of projects planned. Participants in Strand 1 were expected to implement a small 
scale classroom-based project.  Participants in Strands 2 and 3 were encouraged to extend 
their understanding by implementing projects with a broader scope beyond the personal. 
The projects were spread across four focus areas. Several participants described their 
projects in terms of policy development or the establishment of whole school procedures 
for the identification and support of gifted students. These projects tended to be in response 
to a perceived need that the school had to establish a vision and articulate a policy or set of 
guidelines to be adopted as a base for further planning. A second focus of projects was 
reported as school journeys in which the range of initiatives and processes that had been 
previously established were further developed or refined.  These included strategies for 
identification and planning responses or for tracking the experiences of gifted students. A 
variety of projects reported on differentiation practices in response to the challenge of 
addressing the needs of gifted children within the regular classroom. A large number of 
projects reflected personal passion areas of teachers who wanted to develop initiatives that 
responded to their own classroom challenges. These as expected were undertaken mostly 
by Strand 1 teachers. The foci and examples projects are shown in Table 7.   
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Table 7 
Types of Projects Undertaken 
Focus Topic 
Responding to school priorities Gifted Identification Policy 
 Writing a Whole School Policy 
 Development of Gifted and Talented Policy 
Continuing school development Our Journey (school name). 
 Planning and Tracking (student progress) Tool 
 A Differentiation Planning Outline 
Resolving a problem Curriculum Differentiation in Maths and Science 
 Embedding Differentiation in Practice 
 Group Work for Differentiation in English 
 Differentiating Mathematics 
Personal passion Phonological Awareness and Spelling. 
 Poetry Extensions 
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The Personal Domain to the Domain of Consequence: Two scales are reported from Gagné 
and Nadeau’s (1985) survey of beliefs described above. Recall, the first scale “Needs 
support” represents a measure of the extent that teachers believe in special support 
provisions for gifted students. The teachers on this scale show they are already well 
disposed towards supporting gifted students and probably are self selecting.  There is a 
trend towards more positive views from Strand 1 to 3 but the trend is not statistically 
significant. The second scale “Resistance” identifies a belief that gifted students are 
already well attended to in schools and that our priority should be with other special needs 
students. Hence a low score would indicate a “resistance” to this belief.  Again levels are 
consistent but Strands 2 and 3 are interestingly and significantly different at alpha 0.05. So 
professional development might have addressed some of the myths around the special 
needs of gifted students. Table 8 presents means and standard deviations for the strands on 
the two reliable scales. Given for comparison are descriptive statistics collected from all 
staff in another school from the same sector.  Responses from Strand 1 and Stand 3 are 
significantly different (p < 0.05) with an effect size of 0.77 indicating a moderate to strong 
reduction in beliefs that students with difficulties have the most need of special educational 
services. The interpretation of these quantitative findings is that there is a strong 
acceptance of the need to address the education of gifted students.  Given the consistency 
of the data, the inference is that there is a core of teachers in the sector with capacity and 
dispositions to support gifted education.  
 
Table 8 
Descriptive Statistics on Beliefs about Gifted Education 
Group N 
Needs  Support Resistance 
Mean Standard Deviation Mean Standard Deviation 
1 26 26.46 2.6 19.03 4.8 
2 19 26.58 2.5 16.8 4.5 
3 11 27.0 2.4 15.18 5.0 
Comparison school 78 24.7 3.3 19.24 6.2 
 
7. The Domain of Practice to Another Domain 
The Domain of Practice influenced the Personal Domain and the Domain of Consequence.   
 
The Domain of Practice to the Personal Domain: A common issue that teachers in Strand 1 
raised was that although they know that a particular child or group of children needs more 
challenging work they do not have the knowledge to support the child or children or do not 
know how to organise their class to accommodate variations to their typical grade level 
work. These teachers build their personal knowledge of gifted education over time, through 
the Modules and other resources, with the support of facilitators and mentors in planning, 
and by listening to other teachers’ accounts of supporting gifted students.  
 
The Domain of Practice to the Domain of Consequence: Over the years, the participants’ 
outputs from this program have been disseminated. All participants have shared their 
knowledge with the other participants in verbal and written forms. These documents 
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include identification tools, resources, specific programs, policies and professional 
development materials. Some of these materials have been disseminated at the sector level. 
For example, an early output from this program was the collation of participants’ 
implementations of a gifted program in their class or school that was published in a special 
focus edition of the sector’s curriculum magazine on “Gifted and Talented Education”. The 
recent development of a gifted education portal by the sector further facilitates broad 
sharing of resources because uploaded materials are accessible to teachers across the 
sector.   
 
8. The Domain of Consequence to Another Domain  
The Domain of Consequence influenced the Personal Domain and the Domain of Practice.  
 
The Domain of Consequence to the Personal Domain: The increased attention to gifted 
education at the sector and school levels has resulted part-time or full-time roles as gifted 
coordinators or specialty gifted education teachers where previously, such positions were 
rare. Hence, as a consequence of the system and school orientation towards gifted 
education, there are new and broader career opportunities for teachers who have personal 
knowledge of gifted education.    
 
The Domain of Consequence to the Domain of Practice: The emphasis on gifted education 
at the sector and school levels has also had an impact on practice. At the district level and 
in some schools, there are support personnel available to raise awareness of gifted 
education within the school and to assist teachers in planning and implementing programs 
that cater for the needs of gifted students.  
 
Concluding Comments 
 
From a knowledge management perspective, the professional development program 
provided the Input (through information, knowledge, people) and transfer process (through 
peers, facilitators, ICT, environment, learning activities) to create the Outputs of Applied 
Knowledge (individuals knowledge) and Intellectual Capital (collective sector knowledge). 
We contend that this success was due in no small part to the staged approach adopted in 
the professional development program which provided individuals with opportunities to 
commence at their own capability level and build their expertise with others over time. The 
sustained nature of the three strand program (over three years) for many teachers also 
broadened their professional networks. The challenge now is to maintain the momentum 
within sector in the midst of competing demands, such as the implementation of the new 
national curriculum. A further challenge in this sector will be to continue to access funding 
for new cohorts to commence their learning journey about gifted education. Our efforts in 
keeping gifted education on the agenda at the sector and national levels is inspired by the 
words of one participant who reminds us of what is possible when a group of dedicated 
teachers share a common goal.   
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We will continue to reflect and develop our school’s (gifted education) program. 
Four years ago we had nothing — now we have a whole school program. (T15) 
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Appendix 1: Content of the Gifted Education Professional Development Package 
 
Focus Module Titles 
Module One. Understanding Giftedness Core Module One - Understanding Giftedness 
 Extension Module One - Understanding Giftedness 
Further. 
 Specialisation Module One - Other issues in 
Understanding Giftedness. 
Module Two. The Identification of Gifted 
Students 
Core Module Two - The Identification of Gifted 
Student. 
 Extension Module Two - Further issues in 
identification of Gifted and Talented students. 
 Specialisation Module Two - Other issues in the 
Identification of Gifted Students. Early Childhood. 
Module Three. Social and Emotional 
Development of Gifted Students 
Core Module Three - Social and Emotional 
Development of Gifted Students. 
 Extension Module Three - Further issues in Social-
Emotional Development. 
 Specialisation Module Three - Other issues in 
Social-Emotional Development. 
Module Four. Underachievement in Gifted 
Students 
Core Module Four - Underachievement in Gifted 
Students. Early Childhood. 
 Extension Module Four - Further issues in 
Understanding Underachievement in Gifted 
Students. 
 Specialisation Module Four - Other issues in 
Underachievement in Gifted Students. 
Module Five. Curriculum Differentiation 
for Gifted Students 
Core Module Five - Curriculum Differentiation for 
Gifted Students. 
 Extension Module Five – Further aspects of 
Curriculum Differentiation for Gifted Students. 
 Specialisation Module Five – Other issues in 
Curriculum Differentiation for Gifted Students. 
Module Six. Developing Programmes and 
Provisions for Gifted Students
 
Core Module Six -Developing Programmes and 
Provisions for Gifted Students. 
 Extension Module Six – Further issues in 
Developing Programmes and Provisions for Gifted 
Students. 
 Specialisation Module Six – Other issues in 
Developing Programmes and Provisions for Gifted 
Students. 
 
